Introduction
In the corporeal sense, the body is pivotal to everyday life. More specifically, within the tertiary domain our bodies are central to how and what we teach and research. Shilling (2005) found that all pedagogical activity is embodied. However, "until recently the role of the body has been neglected in studies of pedagogy" (Ivinson, 2012, p. 489) . Sociological research into the body (Turner, 1992; Crossley, 1996) has however emphasised the need to understand social action and interaction as crucially 'embodied', highlighting the physical and emotional framing of our bodies in everyday life. Within teaching contexts, body pedagogies exist and operate across and through multiple sites of practice, defining the significance and potential of the body in time, place and space (Evans, Rich, Davies and Allwood, 2008) . From this perspective, body pedagogies are socially and culturally situated, reflecting the prevailing corporeal orientations (our embodied selves) and thus provide resources through which individuals come to understand their bodies in relation to the social and cultural contexts to which they have been immersed (Evans et al., 2008) .
With this in mind, this research investigation pursues the'lived' and 'living' bodies of two tertiary health and physical education (HPE) educators, whether (if at all) their living bodies and body pedagogies were resultant of their embodied experience (lived body experience). The lived body can be concerned with the bodies' past experiences, happenings and encounters that have become embodied (internalised). The living body is in the presentit concerns current thoughts, beliefs, and actions, all that our body is and does in the present. Body pedagogies are the "conscious activity taken by persons, organizations, or the state designed to enhance individuals' understandings of their own and others corporeality (Rich and Evans, 2007) .
Embodied consciousness is also crucial to this research, as it acts as a critical tool in understanding our bodies by becoming aware (conscious) of all the body has internalised (embodied) and coming to terms with a better understanding of how our bodies have come to be positioned the way they have in the present day. Greater insight into these concepts is detailed below. As tertiary educators, it is important to locate, acknowledge and understand how our teaching bodies are positioned to better understand how they might be influencing our practice. By engaging in such a process, we are able to reflect by critically engaging with questions such as how have our bodies become positioned as they are today and whose knowledge and ideas are being played out through our living teaching bodies (Cassidy, Jones & Potrac, 2009) ? Shilling (1993, p. 55) resonates saying that we do not take sufficient notice of the embodied nature of education or the corporeal implications of educational knowledge. Thought, action and emotions have often been separated in education and it is essential to construct a bridge between these to enable us as educators to understand the ways in which we are positioned in the world (Bruner, 1986) .
The use of narrative is central to this investigation as it provides an opportunity to bring to the fore our lived and living bodies, uncovering the complex layers of who we are; what we have experienced and what we practice. Our bodies' voice are able to take centre stage in a written/storied form and provide insight into our bodily perspectives as tertiary educators that 'outsiders' would not usually be privy to including our inner thoughts, feelings and tensions.
This investigation is the second of two studies that has pursued lived and living bodies within the education domain. The first investigation (McMahon & Penney, 2013) focussed on how pre-service teachers' 'lived' bodies might be influencing their 'living' bodies in HPE and how narrative might be used as a tool for locating, challenging, shifting and/or adopting their embodied experiences. This research revealed that pre service teachers' embodied experiences were being played out through their living bodies in the present day in relation to their thoughts about teaching HPE and their ideas of how HPE should be taught. Thus, the pre service teachers' living bodies were a site where lived experience was being perpetuated, specifically experiences and pedagogy in relation to HPE were being recycled. While the first investigation was concerned with the bodies of pre-service teachers (McMahon & Penney, 2013) , this investigation focuses on the bodies of two HPE tertiary educators, in particular whether their embodied experiences are impacting upon their everyday teaching body and practice. Accordingly, we draw on some of the same key literature on the body however different perspectives are offered and conclusions found.
Lived and Living Bodies, Body Pedagogies, Embodiment and Embodied Consciousness
Our lived and living bodies have experienced and are experiencing the world. Specifically, the 'lived body' is our lived, subjective experience of corporeality (Blackman, 2008 ) -our bodily experiences in the past. Charlesworth (2000) provides us with an additional perspective of the lived body, explaining it is a body which is sentient and which has moved and engaged with the world through a form of corporeal consciousness.
The lived body aligns closely with the concept of embodiment. Sparkes (2004, p. 157 ) when referring to embodiment says our bodies are a "textual surface upon which a person's life is inscribed." Jackson (1990) captures the concept of embodiment by saying, even though my body seems the most private and hidden part of me, I carry my life history in my body, almost like the way the age rings of a sawn tree trunk reveal the process through time. My personal history of social practices and relationships is physically embodied in the customary ways I hold my body, imagine its size and shape, and in its daily movements and interactions (Jackson, 1990, p. 48) . For the purpose of this paper, we view embodied consciousness as a critical awareness of our body's inscribed experiences that have shaped and positioned us in particular ways.
Embodied consciousness is about looking within to all that our body encompasses and becoming connected to what has been embodied.
In contrast to literature on embodiment and the 'lived body', sociological studies focusing on the living body appear scarce. McMahon & Penney (2013) describe the living body as a subconscious enactment of embodied experience -that of the lived body. Mol and Law (2004) provide insight into the living body saying, "we are our body, as part of our daily practices, and we also do our bodies, in practice, we enact them" (Mol & Law, 2004, p. 4) . Our 'living bodies' are therefore our bodies in the now, enacting our embodied experience and that of our lived body (McMahon & Penney, 2013) .
Body pedagogies is also pertinent to this research, in terms of the defining and shaping of particular bodies (Rich, 2010) through lived experience and embodied change (Evans et al., 2008) . Rich and Evans (2007) describe body pedagogies as "any conscious activity taken by persons, organizations, or the state designed to enhance individuals' understandings of their own and others' corporeality" (p. 41). From this perspective, body pedagogies reflect the corporeal orientations and provide resources through which individuals come to understand their bodies in relation to contexts to which they are and have been immersed (Evans et al., 2008) .
How did we get here?
In previous work (McMahon & Dinan-Thompson, 2008; McMahon, 2010; McMahon & Dinan-Thompson, 2011; McMahon, Penney and Dinan-Thompson, 2012; , it was revealed how the lived body of athletes impacted long term (some 10-30 years on) upon their living bodies specifically in regard to body practices highlighting an exposure and effect between their lived and living bodies. The concepts of exposure and effect are based on the previous research of McMahon. Exposure refers to events that the lived body has been subjected to -it is about the body's encounters with life in the past. Exposure to these events have been embodied (internalised) and have thus created an 'effect' through the living body. More recently, McMahon and Penney (2013) conducted a research investigation into the bodies of pre-service teachers who were studying HPE. It was found that the body of pre-service teachers was a site through which lived experience was again being perpetuated, in particular the reproduction and recycling of experiences and pedagogy in HPE from primary/secondary schooling to pre-service teacher education. Our attention now shifts to pursuing our embodied experiences as tertiary educators and how our lived experiences are in turn being played out in and through our living teaching bodies and everyday practice of HPE.
Literature -Methodological and Theoretical
We commence this section of the paper by pursuing narrative as a methodological choice outlining how other researchers have engaged with it, and then we outline sociological literature focusing on the body and body pedagogies pertinent to this research.
Narrative
It was essential that our methodological approach would allow our bodies 'voice to be brought to the fore, taking centre stage and expressed through various stages of the research. Trinh (1999) states: "we write -think and feel -with our bodies rather than only with our minds or hearts. The body and the person-self are one" (p. 258). Thus, in this research, the body is a site of writing. The narrative representations presented are deeply embodied revealing that of our lived body, reflecting as Jackson (1990) has highlighted, that our personal histories of social practices and relationships are inevitably (and we argue, very powerfully) embodied in our everyday embodied form, movements and interactions. It was also important to be able to provide personal insight into all that our bodies represent albeit our adolescent sporting bodies (lived bodies) or our teaching body in the now (living body) enabling the reader to take on from our position as tertiary educators. We wanted the reader to be, feel and hear our lived and living teaching bodies as they engaged in the narrative sense with our experiences.
Several scholarly projects that have engaged with narrative when conducting research on the body and pursuing bodies in the educational context were influential in the subsequent employment of narrative in this research project (McMahon & Penney, 2013; Chan, 2012; McMahon & Penney, 2011; Garrett, 2006; Sparkes & Smith, 2002) . Sparkes and Smith (2002) were particularly influential to this project in their use of narrative as an embodied act infusing the flesh, giving meaning to bodily change for a small group of amateur sportsmen who suffered spinal cord injury debilitating their bodies. Sparkes and Smith (2002) found narrative to mould embodied experiences, providing a map to locate the body over time and in various sets of circumstance. Additionally, Evans, Rich, Davies and Allwood (2008) considered narrative to be central to understanding educational body pedagogies and the workings of the corporeal device which is also a core component of to this research project. "The relationship between lived experience and narrative is significant. The narration mediates the experience into a social form" (Ellis and Flaherty, 1992, p. 170) . In the context of education, Connelly and Clandinin (1990) have highlighted how the use of narrative and story can be effective in demonstrating how those who engage with it and their narrative ways of knowing become the primary form by which they make meaning of their experiences. Hayler (2011, p. 14) says that past research conducted by Clandinin and Connelly (1987, p. 489 ) reveals that teachers use and "construct knowledge that is experiential, narrative and relational, and how this shapes and is further shaped by, the contexts of their professional lives." Narrative was also utilised in the earlier study conducted by McMahon & Penney (2013) as a tool for pre-service teachers to connect to their bodies. It was revealed in this project that narrative assisted the pre-service teachers in drawing connections between the past and present. Accordingly, narrative was thus employed as it provided opportunity to connect our lived and living bodies. It also provided us with space to cast the beam of consciousness over our bodies, critically reflecting on their influence on our teaching practice as tertiary educators. As narrative is central to this research, it is essential to define the term. Simply, narrative can be explained as a qualitative research method that refers to any written or verbal representation (Polkinghorne, 1988; Riessman, 1993) . By engaging in the very act of narration, it provides opportunity for us to mediate our lived and living bodies into a social or storied form. Furthermore, it provides "a valuable means for investigating the realities and problems of human interaction, which is an essential" (Purdy, Potrac & Jones, 2008, p. 333) to the act of reflecting in teaching. This opens possibilities for us to be critically reflexive wherein senses of our self and agency might come to be understood in terms of the social processes that mediate our lived and living bodies (Hickey & Austin, 2007) .
Body
Bringing bodies back into focus is vital for education, in particular how the body has been inscribed including the embodied learning which occurs in everyday life (O'Loughlin, 1995) . This research is based around the contention that it is important for all educators to locate, acknowledge and position their bodies in teaching and emphasizes a lived unity between our body-mind -between past and present; lived and living. Evans, Davies and Rich's (2009) work on bodies in education is particularly useful to this study as they found bodies to be "discursive productions, the fabrications of particular educational ideologies" (p. 398). Evans et al., (2009) commented that "bodies are generative of social structures and how meaning systems and contextual rules, when mediated somatically, affect learning and health, reach into the deep recesses of the human mind and become embodied" (p. 400). Shilling (2005) further comments saying that "feelings, dispositions and embodied consciousness which emerges through evolution and development as an organism and which together enable humans to intervene and make a difference to their environment, to exercise agency" (Shilling, 2005, p. 13) . Shilling thus provides invaluable insight into the connections between corporeal bodies as agentic entities, lived experience and culture. For both Evans et al., and Shilling, the body should not be simply investigated only in terms of "a carrier, a relay for ideological messages and for external power relations, or in contrast, as an apparently neutral carrier or relay of skills of various kinds" (Bernstein, 1996, p. 39) . Rather, they believe focus should be placed on what is being carried or relayed. If sociologists of education and educational practitioners are to address the agency of the body in cultural reproduction and corporeal realities, they must deal with the somatic mediations of lived experience (Evans et al., 2009 ). This we attempt to do in this research.
Research conducted by Turner (1992) and Crossley (1996) has been fundamental in understanding and acknowledging lived experience. Connell (1995) argues that our bodies should be viewed as both the objects and agents of practice. Kress et al., (2001) focused on bodies as social rather than a biological phenomena, seeing meaning arising within action, rather than from a source outside that is somehow 'translated into action' (Kress et al., 2001, p. 70) . Work (Amour, 1999; Bordo, 1989 Bordo, , 1992 Frost, 2001; Grosz, 1995; Kirk, 1993) on the body suggests that bodies "are both inscribed with and vehicles of culture" (Garrett, 2004, p. 140) . Our self is thus a social phenomenon, all identity is relational, and our individual subjective experience is a result of the world for which we have experienced and/or are experiencing (Sparkes, 2004) . In Bordo's (1989) research on the body, Foucauldian concepts were applied, revealing what we eat, how we dress, and the daily rituals through which we attend to the body is a median of the culture we have experienced. Arthurs and Grimshaw (1999) say that, "the body is itself the subject of constant social inscription; it is discursively constructed and written on by innumerable forms of social discipline" (p. 7). The notion of habitus is thus relevant to this research, particularly Bourdieu's (1984) interpretation where he describes it as a set of dispositions (lasting, acquired schemes of thought and action) which generate practices and perceptions. The individual subsequently develops these dispositions in response to the objective conditions [life] it encounters. Habitus thus is an outcome of social practice and explains the embodied (lived) dispositions of a person (Evans, 2004) . Crossley (2001, p. 106) resonates saying that it is a "circular process whereby practices are incorporated within the body, only then to be regenerated through the embodied work and competence of the body." Merleau-Ponty (1962) (cited in Williams 2006, p. 10) view "the body as a moving, thinking, feeling, pulsing, body; the lived body as a mindful, intentional site of ongoing experience, a spontaneous synthesis of powers, and the very basis of our understanding of the world."
Positioning the Study
This research centres on two HPE lecturers' experiences who are employed at two separate regional mid-sized Universities in Australia. Both have taught into a range of HPE programs, including Bachelor of Education (Primary) programs as well as various specialised Human Movement programs. Prior to their tertiary experience, both researchers were avid sports people and embraced physical education (PE) during their schooling years. More specifically, McMahon achieved in the sport of swimming while Huntly achieved in the athletics domain. While both authors were successful in their respected sports and they both felt their bodies achieved in the sporting sense, their individual relationships with their bodies and sport were vastly different. The extracts included below bring to the fore their adolescent sporting bodies and the subsequent connections/relationships they had with them. 
Generating our Bodies' Stories and Facilitating Embodied Consciousness
For us to become embodied consciousness (critically aware of our lived bodies), it was essential to become connected to all that our bodies are and have encountered. Embodied consciousness was facilitated through the act of retracing our bodies' experiences by utilising 'relational analysis' (Kirk, 1999) and 'connecting the dots' (Klein, 2000) between the present and past. Specifically, utilising narrative and bring to the fore our bodies' narratives, we worked backwards through time. Initially, both authors critically engaged with their living teaching bodies of HPE pre-service teachers in the present day, analysing profound encounters, interactions and practices that were identified as being either effective or troublesome. For McMahon, it was her constant collision with HPE pre-service teachers in regards to their ideas about lunch box checks, strict healthy eating policies, compulsory exercise classes and their dualistic views of the body. In a contrast, Huntly identified several profound encounters that she saw as highly effective as all students were catered for and they gained a sense of achievement and fulfilment when participating in her HPE classes. Once these profound living bodily encounters were ascertained, the first phase of our bodies' stories was transcribed. In the construction of our living bodies' experiences, we utilised prompts such as lesson planning material and journal extracts taken from these specific teaching encounters. Once we had constructed each of our living body teaching encounters, we then shared them with each other. It was at this point, we asked further questions into each other's stories as a sort of prompt to add in further detail if and when needed. We then highlighted the key themes of each of the stories. For instance, McMahon identified the key themes of surveillance of eating, bodily checks, dualistic separation of the mind and body from her living teaching body's stories (encounters where her teaching body had collided with pre-service teachers). While Huntly identified the games sense approach, scaffolding and empowering students though positive dialogue as profound to her teaching. Once these key themes had been highlighted and brought to the fore, we both started to consider and recall our lived bodily encounters. We pondered our body's experiences from the past (according to these themes); lived bodily encounters where we had experienced these very themes. Once we had re-traced our bodily encounters and were able to identify past experiences that we felt were influential to that of our living bodies in the present day, we were able to begin the narrative construction of our lived bodies. When transcribing our lived bodies' experiences, two strategies were employed in developing and presenting our stories. Firstly, we utilised an "emotional recall" strategy proposed by Ellis and Bochner (2000, p. 752) to detail these encounters and visualised our bodies in the respective scenes. During this self-reflexive process, we were then able to move back and forth between our lived experiences as adolescents and our living bodies as HPE lecturers as well as shifting back and forth between our roles as the researchers and the researched. As such, we moved backwards, forwards and sideways through time throughout this reflective part of the investigation. Hayler (2011) suggests that the forwards and backwards movement in time provides a space to self-analyse by locating actions as a set of interpretive practices. The uniqueness of our experience is illuminated in what our bodies' experiences reveal (Hayler, 2011) .
The key themes that were initially identified in each of our living bodies' experiences provided the basis of analysis and a means for understanding ways in which our lived bodies were being played out in and through our teaching practice. In the analysis sense, Evans et al., (2009) work on the body as a corporeal device among the others who have conducted research on the body (as outlined above) were useful as a framework for analysis; examining the somatic mediations of our lived experience and the connections to our pedagogical practice.
It is important to highlight that at all times through the process of constructing our bodies' stories, we were acutely aware of the prospective tensions inherent in seeking to retain authenticity, accord authority to our bodies in and though the research while generating text that would deeply engage readers. The narrative accounts included below have a number of unique features. They depict language that reveals personal insight with the intention of provoking reader emotion [evocation] and/or resonance. Firstly, to differentiate the narrative accounts from the academic text, our lived and living bodies' stories have been italicised. Further, our inner thoughts and conversation have been indented from the story being told. The two have been distinguished with the use of double quotation marks. Our bodies' stories that we present below feature in the chronological order that we engaged with for embodied consciousness to be facilitated. As such, we present our living bodies' stories first followed by our lived bodies' stories (embodied experiences). 
Discussion
While opening a window on our lived and living bodies' experiences bares our bodies for all to see and critique, we believe it also allows the reader to determine their own conclusions and resonate with us, as well as the possibility of drawing connections between our bodies and their own bodies and practice. As such, in this discussion section, we detail our conclusions of our bodies' stories presented; others might have viewed them differently. The data presented reveal how our bodies are multi-sensory objects that are exploring and have explored the world. In the analogy sense, our bodies are blank canvases and as they experience/d the world, interactions, practices and encounters were embodied. Our bodies' stories reveal two vastly different lived body experiences that have thus affected our living teaching bodies, in particular our pedagogy, thoughts and ideas about teaching HPE in different ways.
In the case of this research, our lived and living bodies were influential to how and what we taught in the HPE context coalescing with O'Loughlin (1995) who said that bodies are central to education. Like Connell (1995) argued in his research, our teaching living bodies became objects and agents of practice which were inscribed with our adolescent experiences [lived experience]. Our acquired habitus was an outcome of our embodied (lived) experience (Evans, 2004 ) and as such, our bodies were "discursive productions, the fabrications of particular educational ideologies" (Shilling 2005 ). This we revisit below. The data reveals how McMahon was subjected to disciplinary practices in regard to her body during her adolescence which in turn strongly affected her thoughts in regard to what a healthy body should encompass including her views on diet, surveillance, eating and obesity. Her embodied experiences were influential in pursuing the direction she took in regard to content that was embedded in the HPE subjects that she taught, conversations that she had with pre-service teachers and her subsequent beliefs. As is evident in the extracts presented, McMahon's living body was at times found to collide with the living bodies of pre-service teacher educators when they did not share the same beliefs and ideas. This we re-visit below: While there is an obvious connection between the lived and living body of McMahon, what becomes apparent is how she challenged the ideas and experiences that she was subjected to during her adolescence such as surveillance around eating and body checks. This exemplifies Shilling's (2004) idea of how social meaning relating to the body can be disrupted through self reflection and knowledge (i.e. McMahon's previous research on the body). However, while this disruption occurred, a vivid connection between what she experienced as an adolescent and albeit opposing beliefs she adopted in her teaching practice is revealed which demonstrates some agency in the present day. While the data from McMahon does not demonstrate a simple case of (re) enacting and/or (re) cycling lived experience as was found in previous research (McMahon & Dinan-Thompson, 2008; McMahon, 2010; McMahon & Dinan-Thomspon, 2011; McMahon & Penney, 2013) , there are ongoing corporeal and emotional tensions which continue to present challenges in everyday life. Moreover, an ongoing dynamic relationship between the lived and living (past and present) appears obvious as it plays out in and through the teaching body.
Huntly's embodied experiences were somewhat of a contrast to McMahon. Her bodily experiences in regard to HPE and sport were positive. Her most profound embodied experience was her HPE teacher whom was always encouraging in her feedback and instruction and often utilised the games sense approach. Her encounters with this teacher during her schooling were embodied and later (re)enacted in her own practice as a tertiary educator in the way that she instructed HPE tutorials. We re-visit this below: A connection between the lived and living teaching body of Huntly is evident. Specifically, her (re)enactment of the pedagogical experiences such as the games sense approach, the utilisation of small groups to work on micro-skills, her movement around the class and the dialogue that she engaged with. Huntly's current practice as a HPE tertiary educator illuminated her adolescent bodily experiences in HPE thus revealing the "durability" of pedagogy across time (Lee & Macdonald, 2010) . What the data also revealed was how pedagogy became the active realisation of her embodied knowledge (adapted from Esland, 1971 ) existing and operating across and through multiple sites of practice, defining the significance and potential of the teaching body in time, place and space (Evans et al., 2008) .
Our bodies are implicated in our practice and our embodied experiences are enacted in and through our pedagogy. The link between the lived and living body by connecting the dots (Klein, 2000) is inherent highlighting the interplay between the body, embodied knowledge and pedagogy and the effects these have on the body in the short and long term. Embodied consciousness resulted by reflecting on our lived and living teaching bodies, enabling us to connect to all that our body has and is experiencing in the world and how it invariably affects our teaching practice. The narratives that were offered in this research project were that of our bodies, which brought about an awakening, a consciousness of our embodied encounters through our interrogation of them, thus revealing a powerful pedagogical tool (Dowling, Fitzgerald and Flintoff, 2012) through the act of engaging with them. Moreover, embodied consciousness brought about a means to interrogate past and present practices, activities and social interactions [body pedagogies] that all related and played a part in and through our living teaching bodies.
Conclusion
This research highlights how the embodied experiences of two HPE tertiary educators were made visible through their pedagogical practice. Their lived bodies were found to interweave with their living teaching bodies enacting the various nuances of their embodied experience which in turn affected their everyday practice of HPE in various ways. The body is an invariable instrument which not only effects beliefs, but can influence the academic direction that an educator pursues, as well as pedagogical practice and conversations. As was made apparent in this research, embodied experiences do affect teaching practice and unless the act of embodied consciousness occurs in terms of locating, acknowledging and positioning the lived and living teaching body; (re) cycling and/or the (re) enactment of past experiences will remain influential in everyday practice. While this research was focussed on two tertiary educators of HPE, the act of embodied consciousness and acknowledging the body remains imperative for all tertiary educators; teachers; pre-service teachers and students. Pedagogical practice is complex and varies in accordance to individual bodily experiences and as is made apparent, bodies are practice. In focusing on the notion of the body in the academic domain, pre service teacher educators can draw attention to the body's importance in their pedagogical practice. Pedagogical practice can be theorised as a complex assemblage of all that the lived body has embodied including 'speech', 'practices', 'ideas' and 'encounters' and thus the body and embodied consciousness should not be underestimated in terms of importance to teaching.
